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Abstract
Dr. Charles Potter’s Reading Fluency Programme implements individual learning
programmes focusing on children’s learning needs. The methods and materials
can be used in the treatment of dyslexia, as well as for working with children with
reading, writing, and spelling difficulties or difficulties with rate of work at school.
The programmes are activity-based, and are introduced through online sessions
related to the child’s individual learning needs as identified through initial assess-
ment and ongoing evaluation. Based on assessment, an individual programme is
developed for the child, focusing on areas of need. The programme then uses
electronic books, activity books and materials for treatment of phonological and
phonemic difficulties, phonic difficulties, as well as linked problems with reading,
writing, spelling, reading comprehension and working memory development. This
chapter provides theoretical background on the neurolinguistic basis of the
programme’s methods and materials, which have been developed internationally
and implemented pre COVID with both first and second language speakers of
English. It also provides information on how the materials have been implemented
post COVID using activity-based online learning formats, and the results of
children based on pre and post assessments.
Keywords: dyslexia, reading, writing, spelling, working memory, electronic
materials, activity-based online learning
1. Introduction
Dr. Charles Potter’s Reading Programme has been previously described in a
number of publications. These have documented the theory behind the develop-
ment of the programme’s methods and materials [1], as well as how the methods
and materials have been applied in working with children with learning
difficulties [2–4].
The programme is both research and evidence-based, and attempts to address
reading, writing and spelling problems through activity-based learning targeting
the child’s specific functional areas of difficulty identified in assessment. As the
programme’s materials are electronic, they can be sent out by email, and there is a
network of parents, teachers and therapists using the programme both locally in the
SADEC region as well as internationally in the United Kingdom and in Kenya. The
results have been promising, based on effective use of the materials and methods
both in individual programmes involving direct physical contact as well as online.
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This chapter describes how the approach to activity-based learning has been
developed and implemented both prior to COVID as well as post-COVID. Pre-
COVID, an activity-based approach was used based on contact sessions with
supporting activities provided for implementation at home. During lockdown the
activities were adapted for online work. What has been developed post-COVID is
an activity-based approach to teaching reading, writing and spelling which can be
implemented either through contact sessions or online. As all materials are elec-
tronic, this means that the programme can be effective in any locality in the world
where parents, teachers, therapists and schools speak English, and have access to
electricity and the internet.
2. Activity-based learning
Our approach to activity-based learning is based on the neurolinguistic theories
of the Russian neuropsychologist Alexander Luria [5–7], who suggested that human
mental processes are complex functional systems that involve groups of brain
areas working in concert. Each system evolves as the child develops, and makes a
unique contribution to the organisation of the central processing conducted by the
brain [8].
Based on the theories of Leontiev [9–11] and of Vygotsky [12–14], Luria [15]
suggested that the development of higher mental functions takes place in stages.
The process of learning is activity-based for the reason that the consolidation pro-
cess is activity-based. It is based on increasing automaticity, in which a complex
cycle of unconnected acts become a highly automatized skill. This principle applies
to many different mental functions, including the neurolinguistic functioning
involved in development of the ability to read fluently, to write fluently and to spell
fluently [16].
3. Automaticity in reading
In terms of Luria’s conceptualisation of the development of higher mental
processes, the development of automaticity in reading is essential for its use in the
hierarchical processing of information by the working brain. Following Luria [17],
automaticity would be developed in reading when there has been sufficient practice
to enable this complex functional act to become fluent enough to form the basis for
higher mental processing.
Heckelman [18–19] was the first to record the use of paired reading as a method
for increasing reading fluency, while LaBerge and Samuels [20] were the first
researchers to focus on automaticity as a function of how reading fluency develops.
Samuels [21] suggested that automaticity in reading could be trained through
procedures involving repeated reading. As Samuels commented:
“It is important to point out that repeated reading is not a method for teaching all
reading skills. Rather, it is intended as a supplement in a developmental reading
program. While the method is particularly suitable for students with special
learning problems, it is useful for normal children as well.” [22].
The association between reading fluency and automaticity has then recurred
in subsequent literature, with repeated reading being identified as effective
when implemented in a variety of ways, and in a variety of different contexts.
Repeated reading has been used effectively as a method for developing reading by
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teachers [23–28], parents [29, 30], as well as peer tutors [31–35]. The evidence
from these various types of implementation has been positive, effects have often
been rapidly obtained, and variations in implementation procedures have produced
similar positive effects (e.g. [36–45]).
Overall, automaticity has been associated with the development of both oral
reading ability as well as comprehension [46–48]. Based on review and meta-
analysis of the literature, the National Reading Panel [49] concluded that there was:
“a persuasive case that repeated reading and other procedures that have students
reading passages orally multiple times while receiving guidance or feedback from
peers, parents, or teachers are effective in improving a variety of reading skills. It is
also clear that these procedures are not particularly difficult to use; nor do they
require lots of special equipment or materials, although it is uncertain how widely
used they are at this time. These procedures help improve students’ reading ability, at
least through grade 5, and they help improve the reading of students with learning
problems much later than this.” [50].
4. Activity-based methods for developing fluency in reading
Wolf and Katzir-Cohen [51] have argued that as there are a number of levels of
subskills and components in reading fluency instruction, there is a need for curric-
ular strategies in dealing with fluency-based issues. They suggest that increased
exploration of the subskills and components of, and issues surrounding, fluency and
comprehension will contribute to understanding of both reading development as
well as dyslexia subtypes.
The literature also indicates that dyslexia is best conceptualised as a spectrum
which is associated with many different aspects as well as deficiencies in a number
of areas of functioning [52–55]. What this implies is that reading, writing and
spelling difficulties are likely to be complex, and require treatment directed at a
number of variables.
For this reason a multivariate approach to fluency-based work is used in our
programme. Variables affecting the child’s functioning are identified through
assessment. Treatment then focuses on these variables, focusing in particular on
effecting change in reading fluency, writing and spelling fluency, as well as in the
cognitive and metacognitive skills involved in rapid naming and sequential working
memory development. Based on the variables indicated in assessment, the methods
used in our programmes are individualised and activity-based. These are introduced
through either contact or online sessions, or a combination of these.
Both identification of needs and implementation are thus evidence-based. Based
on assessment, an individual programme is developed which targets the child’s
individual learning needs through focus on particular variables and their
neurolinguistic underpinnings. Implementation then takes place using electronic
books, activity books and materials using research and evidence-based methods.
Effectiveness of treatment is monitored through ongoing evaluation.
5. The 3 x 3 oral impress method
The methods used in our programme for developing reading fluency involve
repetitive paired reading of sentences at foundation level, and repetitive paired
reading of paragraphs once the child is able to read at a basic level. We have used an
activity-based method called the 3 x 3 Oral Impress Method effectively [56, 57].
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This is designed to stimulate the visual word form area in the brain identified by
Dehaene [58, 59] through repetitive exposure to large-print phonically-based mate-
rial, using repetitive reading and repetition of words in text to develop increased
rate of reading based on increased accuracy of phonological decoding as well as
lexical familiarity [60–63].
The appropriate starting point in the programme is identified through assess-
ment. A sequence of graded written material is then used based on phonograms and
rimes which are embedded in the text of a series of electronic reading fluency
books, which can be either sent out by email or purchased online. Each word acts as
a stimulus as the brain develops the ability to process increasingly complex phoni-
cally based reading material.
Repetitive reading of sentences is conducted at foundation level until the
child’s reading skills develop to the level where basic level reading material can be
read by the child and a reading partner. Repetitive reading of paragraphs is then
introduced, with the reading of each paragraph being repeated three times. After
the first three paragraphs have been read repetitively in this way, the next three
Paragraph One Child reads Parent and Child read
together
Parent reads




Parent and Child read
together
Parent reads Child reads
Table 1.
The 3 x 3 Oral Impress Method.
Table 2.
Model for Reading Fluency Development.
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paragraphs in the story are then read repetitively, with additional repetition taking
place through repeated use of words in the text of the books, on the model
presented in Table 1 above.
What this means is that the child is exposed to carefully structured repetitive use
of graded reading material using large-print books in which the words and sequences
of words are systematically chosen and graded [64]. The amount of text in para-
graphs is also limited [65]. The books are printed using on one side of the page only.
This is done for visual attentional reasons [66, 67], as well as to reduce clutter [68].
The material is then read repetitively on the model summarised in Table 2
above, with each paragraph being read three times. In the process, the child is
given the active support of a reading partner as well as the repetition of graded
phonically-based words and sequences of words necessary to learn to read, and
then to read fluently. As with the paired reading methods described by others
[69–72], the 3 x 3 Oral Impress Method method is designed to provide an
avenue through which a skilled reader (eg a parent, therapist, teacher, tutor or a
reading partner) can work with a child, with both the visual cueing and voice of the
skilled reader, and the phonic basis of the large-print reading material, providing
the associations necessary for reading to develop.
6. Similarities and differences to the paired reading methods used
by others
Similar activity-based paired reading methods have been used by others with
success. The 3 x 3 Oral Impress Method is similar to the methods developed by
Heckelman [73, 74], in involving the child and his or her reading partner in activi-
ties involving oral reading. For this reason we follow Heckelman in using the term
“impress” because paired reading is used, with the reading partner’s voice being
provided and heard by the child, while the child also reads out loud.
As Heckelman [75] has observed, the combining of an external voice and the
child’s voice provides continual active involvement in the reading process together
with oral stimulation, as well as feedback on whether words are being read cor-
rectly. The child thus sees the word, hears the word and speaks the word. The child’s
reading partner guides the process of oral reading and repetition.
However, the 3 x 3 Oral Impress Method has the following differences to the
paired reading methods used by others.
• It is applied by parents, teachers and therapists using large-print, phonically-
based reading material designed and printed in a way which reduces crowding
and clutter, which have been identified as factors potentially interfering with
focus on the printed word [68].
• It is designed to enable visual tracking to be built into the reading process
[76, 77].
• At pre-reading and foundation levels, the materials are designed to integrate
reading, writing and spelling with the introduction and teaching of phonemic
skills [78]. This is done through use of a structured language experience
approach, in which words introduced in the materials are linked with
additional vocabulary based on the child’s own language [79].
• Following both Luria [80–82] and Dehaene and co-workers [83–85], repetitive
reading of graded large-print phonic material is then used at basic and
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intermediate levels in the programme to repeatedly stimulate the areas of the
brain involved in the reading process.
• As research indicates that phonological awareness and rapid naming are discrete
factors which both influence the development of reading ability [86, 87], rapid
naming activities are used side by side with reading fluency, phonic analysis and
short-term visual memory activities to increase the child’s ability to process
words of different alphabetic length rapidly and accurately [88–91].
• At all levels in the materials, variation of order of reading and repetition of
paragraphs read is provided by the method, as well as the repetition of
particular words within the materials. As the materials are phonically based,
they can also be used for phonic analysis, to introduce skills relating to the
spelling of individual words, as well as to develop working memory skills
relating to the reading and spelling of words in sequence [92].
This means that our programme’s fluency materials are normally used for a num-
ber of different purposes, as well as for different combinations of reading, writing
and spelling activities. The level and sequence of activities is adjusted to suit the
learning needs of particular children. With beginning readers, the phonic complexity
and the size of unit read can be decreased and the amount of repetition increased. As
fluency develops, the size of unit read and its phonic complexity can also be increased
and the amount of repetition reduced. Rapid naming of numbers and words is also
introduced as an integral part of the programme with the aim of developing rate and
accuracy of numerical, orthographic and lexical processing [93].
The neurolinguistic model for reading fluency development used in our
programme links activity, function and underlying cortical processing and has been
presented in Table 2 above. It can be summarised as follows:
At the activity level, phonically-based large print materials are used for repeti-
tive paired reading, with the aim of developing rapid and accurate naming of
individual words, and words in sequence. At the central level, the repetitive paired
reading methods would involve both forward and reverse processing from the
visual and occipital areas of the cortex through the different functional sections of
the visual word form area to the areas of the cortex involved in phonological and
language processing [60, 94].
7. Automaticity in writing and spelling
Luria [95, 96] proposed that automaticity is necessary for any act (including
reading, writing and spelling) to become fluent. Fluent acts then form the basis for
higher level processing. Luria suggested that writing follows other mental processes
in being a process which changes on a functional level, and that changes on a
functional level reflect greater functional integration in the brain.
The methods used in the initial stages of our programme follow Luria in focusing
on memorisation of the graphic form of each letter. We also follow Luria in devel-
oping the sounds associated with each letter as the child is exposed to the graphic
form of each letter. We thus integrate the introduction of reading, writing and
spelling with the introduction of phonics, with the associations developed through a
sequence of activities.
The aim is that with practice, the performance on each individual element
becomes altered as writing develops into what Luria has called a single “kinetic
melody”, in which the structures underpinning the process of writing individual
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letters become automaticised and integrated. Similar changes also take place in
other higher mental processes to which the writing process is linked [97].
What this means is that it is not only the functional structure of the processes of
writing and spelling which change as automaticity develops, but also their cerebral
organisation, as the activities of writing and spelling start to depend on different
systems of concertedly working zones [98]. Following Vygotsky [99], this process
of organisation is based on new, intermediate structures of mental processes and
new interfunctional relationships which enable the performance of increasingly
complex tasks by new methods [100].
Following Luria, the development and assessment of writing and spelling are linked
to the development and assessment of reading ability. In our programme, automaticity
is thus conceptualised as central to the development of writing and spelling, as a
process which enable their development into a single “kinetic melody” [101] capable
of supporting the use of reading, writing and spelling in higher mental activity.
8. The structured language experience approach
For the reasons outlined in the previous section, the methods and materials used
in our programme are designed to integrate the teaching of writing and spelling
with the teaching of reading. The child develops writing based on use of an activity
book which is phonically-based, and which introduces the associations between
sounds and letters through rhyming word families.
At the foundation level, reading comprehension is taught from the outset. This is
done through a process of instruction which is activity-based, using an approach
called “The Structured Language Experience Approach”, which is a phonically-
based teaching method in which reading, writing, and spelling are integrated with
the processes of drawing and illustration [102].
The materials used at foundation level in the programme consist of a series of
activity books and reading books, with a set of key words accompanying each
reading book. The sequence of words in the activity book is then used to teach
sound-letter associations, which are introduced through sets of rhyming words.
These are used as the basis for developing sentences for purposes of reading,
writing, spelling, language development and comprehension.
To avoid clutter, each page in the activity book consists of a limited number of
rhyming words based on short vowel sounds, which are printed on the right hand
page. The left hand page is left blank for writing and drawing. The words are then
introduced as follows:
• The child first reads the rhyming words and illustrates each word with a
picture for comprehension purposes.
• A short sentence is then made with each word on the blank page opposite. Each
sentence uses the child’s own language, as well as other words based on short
vowel sounds.
• The sentences are read, and then copied by the child into his or her writing
book, read again and then illustrated.
Once this has been done, the words and sentences can be typed on the laptop
and illustrated with clipart. The child is assisted in this process, and the words and
sentences are then printed out on plain paper to form the child’s own language
experience reading book.
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At foundation level in the programme, the aim of the structured language
experience approach is thus to extend the sets of rhyming words in the activity book
through a sequence of activities based on the child’s own language. This sequence of
linked activities enables the rhyming words to be used in sentences which can then
be copied, written, read and illustrated. Being based on the child’s own language, it
is then a small step for the child to be able to read the words in the sentences.
The sentences made in this way are then typed and then printed out as a
language experience books. The child is also encouraged to dictate his or her own
stories based on his own words and sentences, thus extending the breadth of his or
her reading skills.
9. Phonological referencing
At both foundation and higher levels in the programme, the activities for devel-
oping automaticity in reading, writing and spelling are based on integrating read-
ing, writing and spelling, and follow Frith [103] and Berninger et al. [104] in
stressing the need to link the evolving processes of reading and writing. They are
also based on use of structured phonics, following Ehri [105, 106], who has
suggested that the beginning reader/speller progresses through phases of profi-
ciency related to his or her developing alphabetic and phonological knowledge.
The child’s spelling of the rhyming words introduced in the activity books is also
tested. This follows Ehri [107, 108] who suggests that orthographic learning comes
about through experience with printed language, in the process of which longer and
longer letter strings become stored in memory. Children in the final “consolidated
alphabetic phase” are able to read fluently as well as spell accurately, by relying
upon these stored orthographic representations.
Our methods for teaching spelling in the initial stages thus follow the phonolog-
ically and phonically-based stages in spelling described by Moats [109, 110]. Focus
is placed on teaching through synthetic phonic approaches incorporating teaching
children to isolate sounds and blend sounds into words, as well as how to create
families of rhyming words based on similar phonological and phonemic elements.
In addition, as the child establishes reading fluency through our foundation level
and then our basic readers, our methods use activity-based learning to build the
variety of phonic associations necessary to read, write and spell as follows:
• The child is taught to map the associations between the sequences of letters
used in words and the sequences of sounds used when words are spoken orally
through use of phonogram and rime cards, as well as through a process we call
“phonological referencing”.
• This is based on the principle that “what we say is what we write.” Phonic
associations are taught through graded rhyming word activities involving
reading, writing and use of working memory in spelling, as well as through
activities in which the hand is placed under the chin to to increase the ease by
which the vowel sounds in words can be identified, and the process of mapping
letters to sounds and sounds to letters.
• This enables focus on the vowel sounds in words (which are spoken when the
mouth opens) and the consonant sounds (which are made when the mouth
closes). These associations are then used to identify the vowel letters and the
consonant letters used in written words, and then to link these back to the
sounds made when the word is spoken orally.
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• Reverse mapping between the sequence of sounds in the word and the
letters used in writing the word then takes place. Once the vowel sound in
the word has been identified, the letters used to represent the vowel sound
are then colour coded. In the process, short vowel sounds are identified as
normally being made by one letter working by itself, while long vowel
sounds are identified as normally being made by two letters working together.
• As part of the phonological referencing and colour coding process, the child is
taught a phonic analysis system called “The Seven Vowel Phonic Analysis
System” [111] in which the child learns that a, e, i, o and u are the letters
normally used to represent the vowel sounds in words, but that y and w can
also be used to represent the represent the vowel sounds in positions at or near
the end of written words in English.
The Seven Vowel Phonic Analysis System is then worked with and applied
through activities in which the letters used to represent the vowels are identified
through phonological referencing. Through activity-based learning the child learns
that there needs to be a vowel in every word, and that the letters a, e, i, o and u are
used to represent the vowels in all positions in words, and that the use of y and w as
vowels at the end of words is both logical and consistent, applying to nearly all
words in English. The system thus aims to make written English as transparent as
Welsh, in which the use of the seven vowels a, e, i, o, and u, as well as y and w, also
applies [112, 113].
10. Developing phonic associations as the basis for learning to spell
At foundation level and at reading ages up to 8 years of age, our programme
would follow Moats [114, 115] in targeting phonic associations in a hierarchy in
which words based on short vowel sounds would be introduced first, followed by
words in which more than one letter is used to represent the vowel sounds. A set of
phonic inventories is used both during initial assessment as well as during
programme implementation to establish the phonic associations the child knows
and does not know.
Particular phonic associations are targeted using phonogram and rime
cards, as well as materials based on sets of rhyming words supported by sentences
which use the rhyming words in context. Phonological referencing is then introduced
on this phonically based material, focusing on how the sounds made when speaking a
word orally can be mapped directly to the letters used in writing the word. Once the
child has been exposed to phonological referencing using written material based on
families of rhyming words, the Seven Vowel Phonic Analysis System is introduced,
working with the phonically-based material in our reading fluency books.
The process of developing writing and spelling fluency is then based on a
sequence of phonic analysis activities which are undertaken repetitively. The aim is
to use accuracy in use of sequential working memory for words to provide the
building blocks for developing fluency and automaticity in writing and spelling. The
neurolinguistic model for writing and spelling fluency development links activity,
function and underlying cortical processing and is summarised in Table 3.
The model is applied repetitively and iteratively through activity-based
methods, using forward and reverse processing between oral and written language
to demonstrate that “what we say is what we write.” The activities involved in
repetitive phonological referencing are then used as the basis for developing rapid
and accurate use of working memory for individual words, and words in sequence.
9
Activity-Based Online Learning: A Response to Dyslexia and COVID
DOI: http://dx.doi.org/10.5772/intechopen.96359
11. The seven vowel phonic analysis system
It will be clear from the previous section that the Seven Vowel Phonic Analysis
System is an activity-based procedure for teaching how to map the combinations of
letters used in writing words to the sounds made when those words are spoken
orally. It focuses in particular on developing skills in word attack as well as in
spelling, through focusing on the letters and letter combinations used to represent
the vowel sounds in words.
Based on Oaks [116], the Seven Vowel Phonic Analysis System focuses on the
vowel situation in words. Following Luria [117–119] it teaches the associations
between sounds and letters repetitively, working with paragraphs drawn from the
phonically-based material in our reading fluency books. As the written language in
these is carefully structured and graded, it is a small step to using the material in the
books for activities involving phonological referencing.
The Seven Vowel Phonic Analysis System is designed to make written English
more transparent as compared to transparent orthographies such as Italian or Afri-
kaans or Welsh. This increases the ease with which the child can apply the universal
phonic principle to the task involved in learning to read, write and spell in English
[120–122]. Difficulties in developing linguistic awareness and the universal phonic
principle are thus assisted, as suggested by McCutchen [123], by introducing the
metacognitive strategies involved in using the Seven Vowel Phonic Analysis Sys-
tem, with the aim of increasing the consistency with which the letters used to
Table 3.
Model for Writing and Spelling Fluency Development.
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represent the vowel sounds in the English language can be mapped back to the
sounds made when words are spoken orally [124].
This is done through an activity-based method based on five steps:
Step One: A descriptive paragraph from the child’s reading fluency book is
copied into the child’s writing book.
Step Two: The letters representing the vowels in each word are identified by
placing the hand under the chin and then underlined in colour.
Step Three: Target words (defined as words in which more than one letter is used
to represent the vowel sounds) are then analysed using phonological referencing.
Step Four: The target words are then written, occluded by being covered with
the non-dominant hand, and then written again from memory.
Step Five: The sequence of words in the sentences in the paragraph is
revisualised and then tested in sequence through dictation.
This five step procedure is then used repetitively, with the aim of providing the
phonic analysis and sequential working memory skills necessary for the develop-
ment of writing and spelling fluency. This is done through a sequence of activities
designed to develop the ability to use phonologically-based, phonically-based and
visually-based sequential working memory skills.
The sequence of activities is called “targeted revisualisation”. It is called
“targeted” as the learning process focuses on target words (words in which more
than one letter is used to represent the vowel sounds), which are then analysed
using the Seven Vowel Phonic Analysis System and then learned using computer-
based visualisation techniques. The process of targeted revisualisation involves the
child in revisualising individual words, by first speaking the sequence of letters seen
in the mind while visualising the words, and then using sequential working memory
to write both individual words and sequences of words from memory.
How to do this has been presented in Table 4 above, and is described in the next
section.
12. The targeted analysis, revisualisation and sequential spelling
programme (TARSP)
The Targeted Analysis, Revisualisation and Sequential Spelling Programme [125]
is based on indications from the literature that even in pictographic written
language systems like Chinese, children learn to read using phonic strategies
Table 4.
Model for Development of Sequential Working Memory for Words.
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[126, 127]. In introducing the Targeted Analysis, Revisualisation and Sequential
Spelling Programme, the child is taught through combining phonic analysis and
revisualisation in activities designed to develop sequential working memory for
words.
This is done as follows:
Step One: The child uses the Seven Vowel Phonic Analysis System to identify the
target words (words in which more than one letter is used to represent vowel
sound) from a graded written paragraph, and lists these in his or her writing book.
Step Two: The child types the target words on the laptop and uses phonological
referencing to identify and then colour code the letters used to represent the
vowel sounds in each target word.
Step Three: The child is taught how to revisualise the target words using a
combination of phonic analysis and mental imagery.
Step Four: The accuracy with which the child remembers the target words is
then tested by writing the individual words from memory.
Step Five: The child is taught how to use sequential working memory to recall
the form and structure of the words in the paragraph in sequence. This is done
by teaching the child how to revisualise and recall the sequences of letters used
both in the individual words, as well as how to revisualise and recall the
sequences of words used in sentences and paragraphs.
Step Six: Errors made by the child in writing the words and sequences of words
from memory are identified. Phonic associations are taught using phonograms
and rimes. The error words are then phonologically referenced, learned through
occlusion and used in written sentences.
The process of targeted revisualisation thus involves work in four areas (phonic
analysis based on phonological referencing, revisualisation, developing sequential
working memory for words, and systematic phonic instruction targeting the spelling
errors made by the child). These are linked through a sequence of activities, each of
which plays an integral part in developing accuracy in use of sequential working
memory, as described in the section following.
13. Developing sequential working memory for words
The aim of the Targeted Analysis, Revisualisation and Sequential Spelling
Programme is to develop sequential memory for written words, based on the evi-
dence of a common linguistic awareness manifesting in phonological, orthographic,
and morphological awareness as suggested by Berninger et al. [128, 129]. It applies
phonic principles in analysing and recalling words in sequence, based on the evidence
of a universal phonic principle manifesting across different orthographies as
suggested by Perfetti, Zhang and Berent [130] (1992). Following McCutchen [131],
the Targeted Analysis Revisualisation and Sequential Spelling Programme aims
develop linguistic awareness through the metacognitive strategies involved in phono-
logical referencing, as the basis for developing sequential working memory for words.
The process of targeted revisualisation is based on a sequence of visually cued
phonic analysis and phonological referencing activities which are undertaken
repetitively. The aim is to develop accuracy in use of sequential working memory
for words to provide the building blocks for developing fluency and automaticity in
writing and spelling. This is done through repetitive activities undertaken in four
stages, as follows (Table 5).
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On a phonological and phonic level, the model is based on the coding and
recoding of phonic associations through activities in which the child writes, types
and colour codes the vowels in words, by underlining the letters used to represent
the vowel sounds in colour as well as using the colour coding feature in a word
processing programme. On a visual level, the model is designed to make the letters
used to represent the vowel sounds in words stand out in colour.
As this occurs, both the phonic associations and visual contrasts used to identify
the letters representing the vowel sounds in words are used to develop working
memory for words as well as sequential working memory. Fluency in writing and
spelling is then based on increasing automaticity in recalling the sequences of letters
used in individual words, the sequences of words used in sentences, and the
sequences of sentences used in paragraphs. Spelling errors made by the child are
retaught using methods based on phonological referencing, occlusion and use of an
electronic tachistoscope.
14. Implementation and results pre COVID
Pre COVID, our methods and materials for developing automaticity in reading,
writing and spelling were implemented over a number of years through contact

























Use working memory in
writing rhyming words






Identify and mediate long
vowel sounds involving
use of digraphs involving
a, e, i, o, and u.
Introduce the letters y and
w as vowels in positions at






sounds, including use of
the letters y and w as
vowels in positions at or
near the end of words.
Use working memory in
writing sequences of
words containing both
long and short vowel
sounds, including use of
the letters y and w as
vowels in positions at or






Identify letters used as






words in sequence in
sentences.
Use working memory in
writing single syllable
and polysyllabic words









Identify letters used as
vowels in words used in
sequence in sentences,






words in sequence in
paragraphs.
Use working memory in
writing sentences in
sequence in paragraphs
of increasing length and
phonic complexity.
Table 5.
Summary of Stages and Focuses of Mediation in the Targeted Analysis, Revisualisation and Sequential
Spelling Programme.
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sessions in my practice, as well as by a network of other therapists, teachers and
parents using our methods and materials. From first interventions using large-print
phonically based materials in the 1990’s to the date of lockdown in our country in
March 2020, positive results were obtained which have been presented in a number
of previous publications on the programme [132–135]. These can be accessed online
by clicking on the links in these references at the end of this chapter.
Based on aggregation of the individual case study analyses of results obtained
through use of the programme’s materials and methods, longitudinal trends in the
data indicated that the following variables influenced successful implementation of
the programme over an eight year period:
• Consistent and regular exposure to phonological and phonic instruction to
provide a foundation of basic skills on which the fluency interventions in the
programme can be built;
• Consistent implementation of methods designed to improve both reading
fluency and writing and spelling fluency to produce the greatest likelihood of
positive effects; and
• Consistent support from parents in programme implementation to produce the
greatest likelihood of positive effects.
Where the above variables have applied, results post-COVID have also been
consistently good, based on contact implementation, online implementation as well
as implementation strategies involving combinations of online and contact
implementation. These are described in the section following.
15. Strategies for programme implementation post COVID
COVID lockdown presented a number of challenges, but also provided a number
of opportunities. Many of the challenges stemmed from my own decision to
discontinue contact sessions in my practice until such time as a vaccine became
available. This led to a variety of additional strategies for implementing our mate-
rials and methods, using formats involving online sessions supported by additional
home-based sessions for children.
Examples of the types of format used are presented in Tables 6 and 7 below.
The formats enabled parents and tutors to work with children using a variety of
different types of activities linked to materials which were delivered by email over
the lockdown period. This then provided opportunities for extending the range of
online services provided by my practice as well as the extent of materials, methods
and assessment tools used for online work.
As the schools also moved to online work, each child’s programme was individ-
ually designed to develop the basic skills necessary to be able to complete the
assignments being set by the child’s classroom teacher. Both the programme
provided by the child’s school and our own programme activities would then be
supported by either the child’s parent or a tutor.
It thus became possible to provide an activity-based individual programme for
the child drawing on the following types of materials from my practice’s data-base:
a. Materials and methods for work with phonic skills and phonic analysis.
b. Materials and methods for reading fluency development.
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c. Materials for language skills development.
d. Structured language experience activities.
e. Materials for reading comprehension development.
f. Cloze activities.
g. Activities for identifying main ideas and summarising skills.
h. Reading activities based on use of the internet.
i. Materials and activities for descriptive and creative writing development.
j. Materials and methods for word analysis and working memory development.





Level One Test 2
Creative writing activity
Use key words to write a story, then draw the picture.






Use Level Two Phonogram and Rime Cards to build
the following rhyming word family
The ou digraph
The ou Family
out shout gout trout
found bound mound
loud cloud proud
house mouse louse grouse
Write these words in your writing book.
Then underline the vowels in each word in colour.
Test the spelling of the words.
Illustrate each word for comprehension purposes.
Now write the following sentences in
your writing book.
I am very proud of you.
She found the ring in the sand.
Can you see out of the car?
They want to go into the house.
There was a black cloud in the sky.
This band is quite loud.
There is a white mouse in her room.
He will shout my name.
Underline the vowels in each word in
each sentence in colour.
Test the spelling of the words in each
sentence in sequence through dictation.










Level 1: input output charts a
Level1: find number patterns a
Rapid naming activity
Level 1: adding objects b





Level One Test 2
Written language activities
Phonic Analysis
Level 2: phonics long vowels b
Add:
Daily repetitive paired reading on basic evel reading fluency book.
Daily work in Level One phonic workbook or in Level Six foundation level activity book.
Daily maths activities on maths website.
Table 6.
Activity-based Learning Format Designed for Work with an 8 year old child. Learning Cycle Eleven
implemented on July 18th 2020
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k. Materials and methods for sequential working memory development.
l. Writing and spelling fluency activities involving phonic analysis and
revisualisation.
m. Materials and methods for developing rapid naming and rapid processing
abilities.
n. Listening skill and auditory processing activities based on use of audible
books.
o. Test-based language and maths activities.
p. Problem-solving techniques and activities.
Post COVID, feedback on how the child has coped with each type of activity is
provided by photographs sent by email or WhatsApp, enabling the next format in
the child’s programme to be evidence-based, linked to ongoing evaluation of learn-
ing needs. Assessment is then built into programme implementation at regular
intervals. The model used for implementation is action research based, and is
presented in Table 8 on the next page.
As the practice’s data-base is extensive, the planning and implementation model
summarised in Table 8 implies that each child’s programme can be multivariate,
addressing a number of different learning needs through use of a variety of graded
activities. The programme is then implemented using online sessions supported by
learning materials provided by email. The aim is that programme implementation
can take place with support from parents or tutors, working with a variety of
electronic materials made accessible online via links to websites, or delivered by
email. Methods used in the programme are documented in illustrated implementer
manuals, and are demonstrated working online, supported by cellphone and email
contact.





Level One Test 8
Creative language activity







Identification of target words
from graded revisualisation
paragraph 21 followed by
phonological referencing and
colour coding of letters used
to represent the vowel sounds
in words in writing book and
then on laptop.
Syllabification and testing of
target words
Sequential revisualisation
of words and sentences in
paragraph 21
Testing of sequential working







Level Three Test 1
Comparison of numbers up to
four digits
Arrangement of numbers up
to four digits according to size
Maths extension activity:
level-3: compare numbers a
level 3: order numbers a
Rapid naming activity:
Level 2: multiplication tables
2, 5 and 10 b







16. Changes in assessment and training post COVID
COVID has also presented challenges and opportunities in both assessment and
training in programme use. Pre COVID, assessment was undertaken through con-
tact sessions, through a number of tests administered across the table. Programme
implementation then took place working with therapists, teachers, tutors and par-
ents who were trained in programme implementation through a mediated training
programme.
Post COVID, the programme has developed assessment strategies involving
combinations of contact and online work. Contact testing is conducted both locally
and internationally, working in association with other therapists located in areas
close to where children live. This is then supplemented by online testing, with the
aim of developing an individual programme relevant to the child learning needs, at
a level of language, reading, writing and spelling appropriate to the child’s basic
skills, and varied in terms of the child’s individual needs.
Table 8.
Action Research Cycle for Planning and Implementation of Activity-based Online Programmes.









Use what, where, when, how
and why questions to
describe a bicycle.







activity using Audible book,
followed by review stating
what the passage in the book is
about, how it has been
interpreted and enjoyed, and
on the basis of this evidence
whether the book is a good one
with a message that speaks




Error analysis: Correction of
spelling errors made in
summary – Learn error words
using occlusion and use error
words in sentences.
Then work with rapid naming
of error words using
tachistoscope.
Add:
Daily repetitive paired reading on intermediate level reading fluency book.
6 word a day long term memory spelling programme (6 words a day times three days, learn and test the fourth day,
learn any errors using occlusion and use error words in sentences). Use tachistoscope for rapid naming and writing
based on use of short-term visual memory.
Table 7.
Activity-based Learning Format Designed for Work with a 12 year old child: Learning Cycle Five implemented
29th April 2020
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Implementation then takes place through online sessions supported by learning
formats based on materials and methods drawn from the electronic data base, with
each activity focused on the child’s learning needs. Training is provided to
programme users as an integral part of the process. Manuals are provided to assist
parents, teachers, therapists and tutors in implementing the reading, writing, spell-
ing and working memory activities which form the basis of each child’s programme.
Additional support is also provided to programme users through training materials,
as well as through sessions conducted online with the therapists, teachers and
parents who work in association with my practice.
A number of parents, therapists and teachers are currently working with the
practice’s methods and materials, both in the SADEC countries as well as in the UK
and East Africa. What has developed in response to COVID are combinations of
contact and online assessment and training. With increased use of online technol-
ogy, it has been possible to plan sessions and work online with others using the
programme’s methods and materials, and in the process to demonstrate which
activities work best, how to implement activity-based learning using the
programme’s methods and materials, and exactly what to do step by step. This has
led to forms of shared planning and implementation, supported by electronic
materials and manuals.
These are exciting developments in which there are many possibilities for work
in different geographical areas of our own country, which is culturally, linguistically
and socio-economically diverse, but which uses English as the basis for schooling,
commerce and the market-place. It has also led to both interest and implementation
possibilities in other countries in which English is spoken and used as the basis for
work in schools, as well as more broadly in society.
17. Summary and evaluation
The reading, writing and spelling fluency programmes described in this chapter
are activity-based, and are introduced through online sessions related to the child’s
individual learning needs as identified through initial assessment and ongoing eval-
uation. Based on evidence provided by testing, an individual programme is devel-
oped for the child based on areas of need. Electronic books, activity books and
activity-based materials are then used to develop automaticity in reading, and
automaticity in writing and spelling, as well as to focus on linked difficulties in
phonological and phonemic development, rapid naming and working memory
development.
The methods and materials described in this chapter can be used as a response to
dyslexia as well as for work with children whose skills in reading, writing and
spelling are not well developed. Reading fluency is initially targeted, together with
the development of phonic associations based on use of phonogram and rime cards
as well as rhyming word families. Once observable differences in reading fluency
are noted, reading comprehension activities are introduced together with visually
cued phonic analysis based on phonological referencing methods, which are used as
the basis for developing writing and spelling fluency.
Following Jorm and Share [136–140], the phonological referencing methods
used in a child’s programme are based on the teaching of skills for phonological
recoding (print-to-sound translation, as well as translation of sound back to print).
Phonic analysis and revisualisation are then used in combination to develop the
detailed orthographic representations necessary for fast, efficient visual word rec-
ognition, as well as the detailed orthographic representations necessary to spell both
individual words and words in sequence.
18
Active Learning
The methods used in our fluency-based programmes are thus multivariate,
based on use of a combination of repetitive paired reading, repetitive phonological
referencing, as well as the training of rapid naming and sequential working memory
skills. The evidence from aggregated case studies of children who have worked with
a combination of the methods described in this chapter indicates that there are
benefits in improvement in reading, spelling individual words and spelling words in
sequence, with backwash effects occurring across these areas. Case contrasts
indicate lessened effects from programme implementation where there has been
systematic variation in either the implementation of repetitive paired reading or
repetitive phonological referencing using the methods described in this chapter, and
in previous chapters on the programme [141–144].
Post COVID, both contact and online implementation have been undertaken in
which materials from the practice’s data-base are used in interactive sessions with
children, with supporting manuals and training materials delivered to users by
email. Each child’s programme is then supported with formats designed to provide
an activity-based learning programme focused on the child’s learning needs.
Training can also be provided to users interactively and step by step, with methods
demonstrated either through contact or online, supported by implementation
material, training material and illustrated manuals.
This hybrid assessment, training and implementation model has evolved as a
response to the needs for social distancing required by COVID. The interventions
with each child can be flexible as well as multivariate, and can be provided both
locally and internationally wherever the internet and email are available. Both
results and user evaluations are positive, indicating that there are a number of
possibilities for post COVID implementation of the programme with children with
reading, writing and spelling difficulties, and as well as with therapists, teachers and
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